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CHAPTER I
C INTRODUCTION.-

In September, 1970 the Metropolitan Nashville School

Strstem (METRO) initiated in selected schools an innovative

social studies curriculum, ﬂgg; A Course of Study. This
study is an atteﬁpt to asseés the effectivenéss of this
curriculur in the schools in which it is used;_ The questions
to be tested fall into two categories, those pertaining %o
(1) pre-post test learning vesults and (2) observation -

findings related'to teaching and learning styles, .

Overview of Man: A Course of Study

Jerome Bruner, whose theory of 1earn1ng underlies th9
course, stated the broad outlines in 1965:

.- "Phe content of the course is Man: his
nature as a species, the forces. that
shaped and continue to shape his humanity...
Ve seek exercises and materials which show
wherein man is distinctive in hig adaptation
to the world, and wherein there is a
discernible contlnulty between man and
hls animal forbears," 1

The course is divided into two units, a Man and Other

1 Jerome Bruner, "Man: A Course of Study -~ An
Experimental Social Science Course for Elementary Schools,"
in Man: A Course of Study Talks to Teachers, (Cambridge
Massachusectts: uaucatlon Developmen®t Center, Inc., 19695

-.’1- ‘ )
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Animals Unit and a Net3111k Eskimo Unit. Data used in each
represents the most recent findings in the behavioral sciences.
" Student material ihcorporated includes ethnmographic film
studiestand field research, With these sources, the teacher
and stuéents are to explore man's relation to other men and
.other animals, !
‘" The authors of the course state that while studying
the salmon, herrlng gull, and baboon, fundamental questions
about the nature of man are intrcduced through contrast
. with these animals, Such topics as life cycle, adaptation,
" instinctive and learned behavior, thé structure and function
of an organism, and how all behavior must be understood in
terms of requirements for survivai undertaken. The baboon
unit is based upon field research by Sherwood Washburn and
Irven DeVore in Kenya.2 Through the unit infant rearing,
fodd gathéringw defense against predators, intergrpup
Yelations, aﬁd communication are studied as a background
against which to examine human social behavioxr, Baboon
behavmor raises some interesting questlons about the
functlons of dominance, aggression, Uharlng and reciprocity,
territoriality and exchange, and various interpersonal
' 3

relationships within small groups, human and nonhuman alike,

2Sherwood Washburn and Irven DeVore, "The Social Life
of Baboons," in Primate Social Behavior, ed by C.H. Southwmck

(new York: D, Van nostrand Co., Inc., 196;)

31via.
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- These provide contrast for examining tke child-rearing practices

anq social behavior of man, -
The Netsilik Eskimo Unit looks at the concept'of'cﬁlture'

through this purest surviving examﬁlé 0f traditional Eskimo
culture, ‘Thé authors of the course claim that it is probably
the most complete record of another culture ever introduced

"iqto élemenféry schools, Thig vnit provides a means for
students to discover the'meaning of man's humanness through
the comparison of two human cultures, - The dévelopers of the
course believe that by the end of the course students will
hafe a vocabulary for thinking sbout mants distinectiveness

and an increased sensitivity of the huwanness of all cultures.4

" Questions

Pre-Post Test Results

- The majof question to be tested in this category is,
do students score better on the post-tests than they dc on
'the pre-tests? Several related questions will also be
investigated.‘ . |
(1) Do students differ by the grade in which they are
enrolled, in the amount of kmowledge they possess about course
content as they begin the course?
'(2)- Does the grade in which the'student is enrolled influence

the change in the pre-post test scores?

“Man: 'g Course of Study (a brochure), (Washington, D.C.:
Curriculum Development Associates, Inc., 1971).




e
(3) 1Is there a difference in the amount of knowledge students
in differing eocie-economic areas withir the school system
" have about the coﬁrse content as they begin the course?
(4) Age there differences in the imérovement of students? °
scores according to socio-economic areas? ‘
(5) In terms of the Netsilik Eskimo sectieﬁ of the course,

are there significant changes in attiiude?

Observation Findings

Observations in a sample of Man: A Coﬁrse Qi Study (MACOS)

classrooms were conducted in order to assess if teaching and
learning styles change w1th1n the MACOS classes, The
observation instrument is deszgned to determines

1. The typlcal wavs tune currlcvlum was used in
the~classroom (e.g., frequency of different
types of activities); S

2, The major teaching styles and ‘classroom
atmospheres (e.g., types of roles teachers
assume); and .

3. Whether the above 1tems change over tlme.5

.

Some related questlons are:

(1) Does the tcacher initiate and deveio; in youngsters'

a process of question-posing (the inquiry method);

{(2) Do youngsters develop the.ability to use a variety of
_primary sources as evidence from which to deveiop hypotheses

Y

and draw conclusions:

5Janet Hanley, Dean Vhltla, Eunice Moo, and Arlene
Valter, Curiosity, Competence, Community, V. II, (preliminary copy)
{Cambridge, liassachusetis? Education’ Development Center,
1970), Pe V-3,
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(3) Do joungsters learn to listen to.others as well as
express their:own'views in classroom discussions;
(4) Does the teacher give sanction and support to open-
ended discussions where definitive aﬁswers to many questiomns
‘aig not found in an effort to legitimize the youngster's
- s8earch for his own views; |
(5} Does the teacher encaurage children to reflect oﬁ their
own experiences; |
(6) Does a new teécher role develop, in which he becomes a
.resource rather than an author1ty.6 |
An analysis of the data determined. whether there was
~a desirable change in teaching and learning styles and
whetﬁer children gained é knowledge of course content, ‘Once'
- these conclusions have been drawn, one can then determine if

Maﬁ: A Course of Study has been a worthwhile innovation and

if it should be recomnended for further incorporation into the '

" school system's program,
[+

Procedures (Testing)

The Sample . o Y

This study was sonducted in the classrooms of eleven
Metropolitan Nashville teachers of MACOS. The subjects
consisted of approximately equal numbers of Sth and 6th

gra&e students, divided equally into the three socio~economig

6Ibig;;'Chapter '
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| groups. The total number of subjects was approximately 602;

Instruments and Sevuence ~“.. ..%=
of Activities -

1

1970 EDC versions of the Man and'Other Animals Test
and Netsilik Eskimo Test were vevised by this author,
'Reyisions were based on the results obtained from two
experimental classes conducted as part cf Peabody Co}lege's
MACOS Regional Dissemination Institute in the summer{of 1970,
A few items were eliminated or modified wkich results in an
improved ingstrument, Pre- and post-tests for bqth these
uﬁits were administered by eleven classrogm teachers of MACCS
to thpir respective classes., The Man and Animals pre-test
 was given in Septembef—odtober, with post-tests given
between December and February, Pre-~tests for the Netsililk
Eskimo unit were administered ffom December to February, with
post~tests given in Maf and June, Answers were marked on IBM
. computer'anSWup sheets., A scanner owned by the METRO school
system was used in the sccring and tabulation of test results.
- %he tests were construcfed specifically for MACOS by EDC;
~ they were continuﬁusly revised over a period of fiﬁe years

of research and two years of field testing 11967-1969).7

l3anet danley, Dean Whitla, Bunice Moo, and Arlene
Walter, Curiosity, Competence, Cowmmunity, V., I (preliminary
copy), ‘(Cambridge, Massachusetts: Education Development
Center, 1970), Chapter III, _




" Data and Statistical
Preatment

Two statistical procedures wexre employed for botﬁ the
Man ané'Animalé and Netsilik tests, First, an item analysis
wvas con&ucted based on responses fiom the total population
taking each test. For the Man and Animais test, the number
of students for the pre-~ and post-fests were 600 and 602,
rgépectively; total numbers for the Netsilik test pre and
post were 603 and 606, respectively. The Man‘and Animals
Unit tests were further divided into two categbfes--those
pertaining to (1) information and (2) reasoning., The first
fbrty items of the Netsilik Unit test consisted of the
Osgood Semantic Differential format . bn these semantic
differential items, using the total population of ST
approximatei& 600, Chi Squéré tests of significance were
employed to determine-attitude change.

Second, for an analysis_of the effecfs of the three
variables--grade; socio-economic leve. (SES); and the effect
of teaching and the course materials;'or the treatment
effect~~a sample of twenty-eight subjeé%s.was réndomly
selected for each of six groups, cénstituting a total of 168,
Subjects were selected using a random number tatle, 4An
analysis of variance was conducted to determine if the effects

.of grade, SES, and treatment were sighificant at the .05

»

level.
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Procedures (Classroom Observations)

The Sample and Segquence
.of Activities

Observations of classrooms were designed tc determiné
(1) the typical ways the curriculum was used in the class-
room# (2) the major teaching styles and classroom atmospheres;
aLd (3) whether the above change cver time, Seven teachexrs
in schools of three different socio-economic areas were
observed, and scores were tabulated on the observeﬁlon _
“form.® Observations were divided into Yearly" and "late"
categories in order to delineate any'tr:nd in teacher or
student behavior as the MACOS experience began and ended.
Early observations were conducted from October through
January, with two or three observations conducted for each
teacher, ILate observations,'conducted in the same maﬁner,
took place from Februéry through May. The toinl nﬁmber of
early and late observations were the same, Each observation
vas of approximately one hour duration., Observations
covered the span of time from September;, 1970 to May, 1971.
Five schools were choosen to provide a cross-section
of children from different socio~economic levels.: The
schools also incorporated a wide variety of school organiza-
tions and teaching strategies. The diversity ranged from the
LJuore common elementary self-contained classroom, to aﬂ open

space departmenfalized organization, to a single classroom

8See APPENDIX A, pPP. 87-97.




“Qe
_departméntalized organization; )

In terms of the teachers!' teaching experience,
education, and age, there was a moderate amount of variance,
Of the seven teachers, five held master of arts degrees and
tﬁa heid the bachelor of arts degree. All were certified
elementary teachers, Two of the teachers had from thfee
to five years of teaching experience; they also were under
tﬁirty years of age, The other five teachers had from six
to twenty years‘of teaching experience. Their ages ranged
from thirty to fgrty-five. .Two teachers were male, five |
were female., All of the teachers using MACOS in METRO
previously participated in a four week summer institute,

Instruments and Statistical
Preatument "

Evaluation of.a lesson had two foci: (1) the content
itself--the structure and charzdcteristics of the lesson,
and ifs success as tﬁe observer percei#es its aﬁd‘(Z) fhé
classroom aimosphere, with emphasis on the teacher's style, .
Dimensions such as the objectives of the lesson and kinds of
activitvies which occur are included in-the content section,
The second section includes such dimensions as the teacher's

9 ,

stance and the teacher's role,

Again, as for the tests, the observation instrument

was designed by EDC specifically for MACOS classes., The

SHanley et.al., Curiosity V.II (preliminary copy),
Chapter V, )
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developérs admit that precise ﬁeasures of aspects of a

class session such as provided by Flanders! Interaétion

Analysis do entail some advantages, the most important of

which is reliability. Such instruments require training

iﬁ the use of technique, and a disregard of all but a few
pre-determined dimensions, The classroom, however, is
extremely complex and the developers believed too much would

be lost through oversimplification if a Flanders!-type

. initrument was employed., The MACOS observation instrument

was researched for the last four years and tested for two -
years using seveial differént observérs. Observers obtained
relatively comparable data, which iﬂdicafes reliability of
this instrument. | |

Data gathered through the observation instrﬁment was

analyzed through the application of t-tests, Dataxfrom

-early observations was compared to data from late observations.

Differences would be deemed significant at the ,05 level,

EA



CHAPTER IIX

.A REVIEW OF THE LITERATURE ON
MAN: A COURSE OF STUDY

‘- One of the central goals of social studies education

in the Amerigan bemocracy_is 0 contribute to the fullest
possible deveibément of the individual by giving Him'every-
opportunity Yo develop his ability to think logically andf_
to analyze societal information in a'rational manner, The
nature and circumstances of the childhood learning ﬁfocess
is unquestionably of crucial importance to social studies
educators as they strive to develop more effective curricula,
Man: A Course of Study is an example of a curriculum based
directly upon learning theory which attempts to develop
children's analytic thinking ability.

In this revigw, major emphasis will be given to the
learning theory upon which Man: A Course of Study is based
and to the relationship of culfural background to scholastic
achievement, The general plan of the chapter is the following
topical sequence: -

1. Studies concerned with how the process of 1eafning

takes place}

2,  an investigation'of the theories of children's

-11=-
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analytic thinking with emphasis upon‘iean Piaget
and Jerome Bruner and research rglated vo the
enhancement of analytic ability; |
3. studies concerning the correlation between cultural
background and scholastic achievement; and _
4, studies concerned directly with the evaluation of

‘. MACOS.

The Learning Process

In the last two décades, a combination of stimulus-
reéponse theory and.reinforcemént theory have come to gain
a'wide acceptance among educators, In brief, these theories
hold that individuals learn to think and behave according
.to certain pattgfns over a period of time by building images
in the brain to represent particular'environmental stimuli
and then gradually developing dispositions to respond %o
these stimuli in specific ways. One develops a disposition
to behave in é'particular manner based upon certain drives
and rewards, Particularly in young children, initial
responses to a stimulus may be chosen at random. If the
selected response does not lead to the desired result,
another is choosen, Once a response, intuitive or reasoncd,
is followed by a rewarding result a relationship is gradually
constructed. Formulation of the stimulus-response link can

be reinforced if the stimulus is unusually intense or if the
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reward follows the-stimulus in é reasonably short time.
In the same manner, if the reward became unde51rab1e, the
tenaency to respond in thls manner may dim and even be
gradually extinguished. Importantly, extinction operates
more slowly than reinforcement.

The importance of this pattern of leafning is greatly
eﬁhénced by human beings acquiring predispositions to a°t
in certain_wayé. Once a étimulus~response pattern has been.
iearned, éxﬁanéion of the response to different stimuli is
likely. Individuals apply responses appropriate for one
pattern of cues to a similar pattern. Eventua}ly, ﬁhey.learn
which responses should be applied to which cues, and as a
result the individual gradually learns %o d1scr1m1nate1o

If the individuals respond intuitively at first and then
gradually in a more reasoned manner to environmental stimuii,
what are the circumstances of childhond learning? Research
has shown that cues which tend to lead to particular responses
in childhood iegrn;ng are acquired from primary groupé like
the family, peer groups, and friendshiﬁ'groups; secondary
associations such as the school and the church; and broad
social groupings like class and ethnic groups., Cues for the

most part tend to be acquired inadvertently, simply through

1OSee J. McV, Hunt, Intelliesence and Fxverience (New York:
Ronald, 1961), pp. 65-1087 rred S. Keller, licarning:
Reinforcement Theory (New York: Random House, 1954) .
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living in a particular environment., Greenstein asserts that

the most importapt source of a child®s conception of authority
is, undoubtedly, in the civie instruction which goes on
incidental te normal activities in the family.11 Roberta
Sigel points out, focusing on political socialization, that
political learning is incidental to other experiences~-it is
ac;uired in a subtle, nondeliberate way; because i% is
“Incidental it haé a more lasting effect. The child learns
without being aware that he is :Lec-*tr:ru'.:rlg.z"2

The principles of leafning theory, then, shed important
light on the ways in which children feceive their initial
orientations, The young child is very much dependent upon
‘primafy groups for cues on how to react to environmental
stimuli. Primary groups operate on a personal contact basis
and their opportunities for influence are great. There is
no quest;on fhat‘the family carries a powerful influence with
regard to the socialization of young children, for youngsters

often spend a 1arée portion of time in the family setting when

.tﬁey are at a highly impressionable agé:

_ Wpred I. Greenstein, Children and Politics (New Haven:
" Yale University Press, 1965), p.44.

12'Roberta Sigel, "Assumptions About the Learning of
Political Values,” in Roberta Sigel (ed.), Political
Socialization: Its Role in the Political Process, Annals of
the American fcademy of Political and Social Science, Vol. 561
{Septenver, 1965), pp. 4-7. See also James C, Davies,
"The Family's Role in Political Socialization," in Roberta
Sigel, (ed.) Political Socialimation: Its Role in the
Political Process, op. 10-19,
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‘Analytical Thinking of Children

A direct relationship exists between the following'

explanations about the nature of analytic thinking and the

. eventual end-product, Man: A Course of Study. Unquestionabiy,
Brunerian pedagogy is deeply rooted in the de&elopmental
th?ories of Jean Piaget. To understand the rationale
supporting MACOS, it is necessary, first, to look briefly at
the fheories of Piaget and related research, then examine the
ideas of Bruner and, finally, take account of some of.his
salient critics, It is also well to note that the research
related to Piaget's theories should supply some infdrmation
concerning the most appropriafe grade level placement of a
coursé dealing in concepts such as those dealt with in MACOS,
Research into the nature of analytic thinking reveals
that it is a complicated process which requires a great
deal of skill and practice, as well as a certain basic
intelligeﬁce level, D,O, Hebb, examining the relationship
of perception and iearning, asserts thaE individuals receive
stimuli from their environment and store representational
imagcs of the phenomena, action, ox idea in a éell assembly
of the brain, At first each cell assembly is isolated or
independent an¢ as a result, the very young child has not
yet developed the ability to connect informatiSn in an ordered
framework., - Therefore, he lacks a way to respond analytically

and operates largely on a basis of imitation and intuition,
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Slowly, the child through experience builds connecting
links in the brain which join together a number of cell
assemblies., Hence, a sequence of thought of a subject is
then possible. Analytic thinking ability largely depends on
the stimuli a child receives over a period of time and the
degree to which he builds up his mental processes in his
rééponses to stimuli, Hebb argues that most young children
are unable to think analytically because they have not yet
undergone the experiences necessary to build the skills

that are required for this ébilityj3

‘Researcher Hebb's
views are very much consistent with éhe thebries of Jean
Piaget, |

Piaget believes that the learning capacity of children
is closely linked with age and finds that children develop
the ability to perform different tasks at particuiar stageé
of their develorment.: Four major stages in the growth of
childrent's thousht patterns have been identified by Piaget,
with each perﬁod building on those preceding it.

Stage one of developmient is the sensorimotor period,
During this period, until about the age of two, the child is

learning to coordinate his peréeptions and his motor functions

as he responds to external stimuli, At this stage, his

15D.0. Hebb, "A Neurbpsychological'Thcory," in Sigmund
Kock (ed.), Psvcholorv: A Study of a Science (New York:
McGraw-Hill, 1959, Vol, I, pp. 622-643,
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| knowledge is limited to the ability to perform simple taéks
and involves'little,in the way of explanation or understanding,
Then, during the second stage,the pre-operational, the child
begins to construct an understanding of his environment, |
Generally, most two through six year olds have developed
images of aspects of their enyironment. However, they are
usgally unable to take more than one variable at a tiﬁe into
account, Hence, the child is still intuitive rather than
exploratory in his thought patterns--strongly attached to

"~ 'the immediate situations, '

The third stage of growth is thét of concrete operations,

Here seven through eleven year old children develop the
ability to deal with concrete problems on the basis of data

- gathered in other situations, Children new can mentally
transform evidence, organize it, and use it selectively in
their responses, The'child at this stTage, then, has built
representational images, can correlate these images, and respond
to concrete situations in an analytic way. Finally, at the
fourth stage, that of formal operations, the child can
develop the ability to employ hypothetlcal ‘rTeasoning and to
perform controlled experimentation in abstract as well as in
concrete situations. 1In this period of development, the child
can interrelate abstract and concrete data from diverse

sources into a cohercnt pattern as he responds to a problem
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Bituation.14 :

£ crucial point of Piaget's work which Flavell notes
is the following: ' |

¥The positive, constructive some-
thing we inherit, Piaget argues, is a mode
of inteliectual functioning. We do not
inherit cognitive structures as such;
these come into being only in the course
\ of development. VWhat we do inherit is
a modus opnerandi, a:: specific manner in
which we transact business with the environ-
ment, There are two important general
characteristics of this mode of functioning,
First, it generates cognitive structures,
Structures come into being in the course
of intellectual functioning; it is
. through functioning, and only through
functioning, that cognitive structures
get formed. Second, and this is a most
important point, the mode of functioning
which Piaget says connstitutes our
biological heritage remains essentially
constant throughout life., . 415

Piaget's research has showi. lhat a child must be
close to adolescence before he can think analytically in
the full meaning of the terﬁ. Because of the important
amplications of his theories, Tresearc chers have been busy

putting them to test. For example, in one study researchers

14Barbel Inhelder and Jean Plaget The Crovtb of
Togical Thinkins from Childhood to Ado}g,conco {fiew York:

Basic Roois, 1958); dJean Piaret and Barbel innelder, The
Psvcholosy of the Child (flew"York: Basic Books, 1969);

Jean Piaget, "Develonmental Psycho]ogy A Theory "
Interna t30n17 '“CVﬂ]onndJa of the Social Scicnces (Hew
« York: achillan, 1968), iV, pn. 140-147; Jonn H, Flavell,

The Develomnental Psyechology of Jean Piacet (Prlnceton,
New Jersey: Vamiorstrand, 1963)"

15 Jonn Flavell, Ibid,, ?. 43,
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posed a hypothetical problem involving-the establishment of
a problem involving the establishment of.'a government in

a new comminity on a Pacific island. - Interviewing 1é0
students between the ages of e;even and eighteen, they found
- that the eleven year 0lds tended to view the proposition in.
personal terms and in a concrete fashion, O0lder children
tﬂ}rteen to fiveteen years old could pﬁt the situation

into social persﬁective as well as generalize about it.16
Studies concerned with the concept of time indicate that
children may be able %o undérstand time aﬁd chronology
concepts at an earlier age than previously predicted., For
example, Chase gave fifth ahd sixth grade students a ;
chronological ordering test. He concluded that there was

a range of individual differences among these pupils and
that many of the students were ready for instruction in time
céncepts.17 The time relationship understandings investigated'

in grades four through eight by Legere showed clearly that

pupils entering fourth grade display a three-factored time

ﬁijoseph Adelson and Robert P, O'Neal, "Growth of
Political Ideas in Adolescence: The Sense of Community,"
Journal of Personality and Social Psveholozy, 4 (November,

17W. Linwood Chase, "American History in the Middle

Grades," in William Cartwricht and Richard L., Watson, Jr.,
(eds.), Intervretine and Teachinz American Historyv,
Thirty-first Yearbook {(Washington, 1,C,: Natiornal Council
for the Social Studies, 1961), pp. 29~43, .
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relationship ﬁnderstanding and the child displays parallel
and interrelated growth durlng maturatlon.18
Other studies about children'’s :ability to use concepts
have added to the store of information about pupils?
potential for growth. Weber's wofkrhésfshown fhat sixth
grade pupils were unable to mgke predicfions or draw
iﬁ%erences about the influence of the natural environment on
Man, The infereﬁce level of his subjects was only slightly
4above the "specifics" without "elaﬁoration“ level, The.
children's lack of success was hypothe31zed .Lv be caused
by inability to see and consider SJgnlflcant features, to
discriminate, and to understand relatlonshlps among .
environmental features.19 Charlotte Crabiree's seeking of
much less sophisticated responses from first graders has
concluded that even first graders can hypotheéize and then
evaluate the validity of their suppositions in a geography
lesson, What is essential is that the lesson be'carefully

'guided by & skilled teacher and the children be provided

18C.L. Legere, "An Investigation of Time Relationship
Understandings in Grades Four Through Eight," Doctoral
"Dissertation, Boston University School of Education, 1962,
Dissertation Abstracts 2%: 1625; November, 1962,

19Carroll Fugene Weber, "A Study of Sixth Grade
Children's Abilitly to Infer +he Influence of the Natural
Environment Upon lMan, " Doctoral Dissertation, University
of California at Berkely, 1964. Dlouortatnon Abs Lracfs 25:
40247, January, 1965, , '
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with a variety of cpncrete aids to learning like photographsnﬂ

and maps. | _
Piaget?s analysis of the growth of cognitivé ability

in chil@ren is widely accepted by psychologists and

educafors, but as some of the above studies point out, there

is widespread cdisagreement as to the age at which each

sfﬁge of development usually begins. Piaget himself

asserts there is nothing constant about his proposed ages;

the capacity to perform cognitive operations depends ia

part on experience and the development of particular skills,

Certainly some children develop more quickly and encogﬁter

gfeater opportunities to érapple with problems dealing in

complex modes of thought.21
Jerome Bruﬁer largely accepts the Piaget developmental

structure, yet finds the stages not very.clearly linked to

age, Bruﬂer is very skeptical of the idea of readiness |

and finds environment to be the stimulating or impeding

factor in determining the occurance of various stages within

zobharlotte Crabtree, "Suprorting,Reflective Thinking
in the Classroom," in Jean Fair and Fannie R, Shaftel (eds.),
Effective Thinking in the Social Studies (Washington, D.C,:
National Council for the Social Siudies, 1967), pp. 88-89.

215 M. Tanner and Barbvel Inhelder (eds.), Discussions
on Child Develonment, Proceedings of the Meeting of the
World Hesltn Crganization, Study Group on the Psychobiological
Deveclopment of the Child (New York: International Universities
Press, 1953), Vol, I; discussion also in Robert E. Cleary,
Political Educatiorn in the American Demoeracy, (Scranton:
International Textbook Cempany, 1971), p. 89Y.
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a child.22 The school,according to Bruner, should provide
opportunities'aimed at helpiug a cﬂild advance to the_age'
at which he is ready to!think in abstract terms. An "emphasis
in education should be placed upon skills-=-skills in handling,
in seeing and imagining and in symbolic operations., A
curriculum should involve the mastery of skills that in turn
lead to the mastery of still more powerful ones,'the establish-
ment of self-reward sequences. , . There is an appropriate
version of a skill of knowledge that may be imparted at whgt—
ever age one wishes to begin feaching. « Children often do
not have a sense of conjecture and dilemma., The task of the
curriculum maker and teacher is to provide exercises and
occasions for its nurturing.“zB; |
As is exemplified in MACOS, Bruner firmly believes that
even elementary school children can think in abstract terms
and that curriculum building should be directed itoward this
goal, He suggests that curricula include training in "subtle
spatial imagery," perhaps courses in visual design; leading
children "to verbal skills, tov a sense 6f paraphrase and
exchange;" ‘an emphasis on "transfer or retrievability of
information;" facilitation of "the exploration of alternatives,"

and maximum use of pictures and symbols to aid in the

2Jerome S, Bruner, Toward a Theoryv of Tnstruction,
{Cambridge: Harvard University Press, 1966), pp. 27-29.

23 1pia., p. 89.




development of cognltlvp skllls." 24 Such a school currlculuﬁ

should be built according to "a theory of instruction" whlch

weuld "specify the experience which most effectively implants

" in the individual a predisposition tovard learning the wa&s

in which a bédy of knowledge chould be structuréd'so that it

can be most readily grasped ty the learner., Bruner's "theory

ofxinstruction" would provide the most effective sequences

in which to present materials to be learned and the nature

and pacing of rewards and punishments in the process of

learning and teaching.25
Bruner's studies and his conclusions concerﬁing curriculum

sfrategy have been the subject éf much debate and related

reseafch. Critics find he tends to over-emphasize the

importance to thellearning process of structuring knowledge in

particular ways., The recommendations regarding structure

cannot be so ewsily applied to the social scieﬁces. Surely

knowledge in & number of the social sciences can be presented

in different ways under varied patterns of organigations,

wherein certain approaches are just as effective for learning

purposes as others, It is now more than apparent that the

gocial science boﬁndaries are often nebulous and the content

so complex that no one has yet evolved a structure for anyone

24

Jbid., pp. 34-48,
25Ibid., pp. 40-41.
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that is clearly the most useful way of organizing that disciﬁliﬁe.z

What have been some findings related to the work of
Bruner conrernlng his thesis on how to advance analytlc
abillty? The most common response from Pduuators is that it
is extremely difficult to rapidly advance stage growth., Each
individual child appears‘to have a set of particular
ma%urational limits. Some children may simply be incarable
of reaching the abstract thinking stage in the true sense of -
the word., While these limitations are noted, thére”isfr

substantial evidence, and it is increasing, that stage

growth can indeed be substantially advanced over what was

previdusly thought possible., Scholars now argue that the
imporfant element is careful attention to curriculum construc-
tion and methods of feaching. Classroom experiences should
contain a plentiful amount of enactive devices, diséussion
proceedures and vivid concrefe learning aids, J. MeV, Hunt
notes that "it is no longer unreasonable to consider that it
might be feasible to discover ways to govern the encounters

that children have with their environmeﬁts, especially during
the early years of their development, to achieve a substantially
faster rate of intellectual development and a substantially

higher adult level of intellectual capacity," é7

26Fcr a good discussion of Bruncr's crltlcs see Cleary,
op. cit., pp, 90-91, . |

21

Hunt, op. cit., p. 363,
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. .In another study, Richard S, Crutchfield.ahd his
associates examined fhe ability;of fifth and sixth grade °
pupils to hypothesize using a series of sixteen booklets.
These we%e constructed in comic strip form in order to
illustrate how two children might attempt to solve fictional
problems, The young herces of fhe comic series developed
an& redeveloped their Lypotheses concerning the possiﬁilities
in each problem situnation until they arrived at the most
logical explanation congruent with the evidence, After. the
experimental group of two hundred and fifty, fifth and sixth
grade pupils completed the eight hour study course, they were
asked to propose possible solutions to new problems posed.
This éxperimental group significantly outperformed a control

| group on the quantity and the quality of their suggested

ideas.28
While research into the development of analytic ability

-shows subétantial‘promise of advancing most children's
competence,some scholars suggest that very early training

may be crucial, 3Benjamin Bloom points aut'that "in terms

of intelligence measured at age seventeen, about 50 per cent |

of the development takes place between conception and age four,

-

28Richard S. Crutchfield, "Creative Thinking in
Children: Its Teaching and Testing," in Orville G, Brim, Jr,.,
Richard S. Crutchfield, and Wayne H, Haltzman (eds.),
Tntelligence: Persnectives 1965 (New York: Harcourt, 1966),
PP. 35-64, (Materials available from The Productive Thinking
Propgram, PFEducational Innovation, Berkely, California.)

»
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about 30 per cent between ages four and eight, and about 20
per cent between ages eight and seventeen.," Bloom'S»figufes
exphasize the iﬁportance of exposing young children to a.wide
variety of stimuli aimed at the enhancement of the child's
intellectual, social, and emotional development. Bloom
be}ieves it 1is pnssible to prevent an early diminution of
a ghild's intellectual’ ability and holds that it may be
possible to develop an individual's ability to the fullest
extent by early and sustained attentionazgz :
In another very interesting. study, Frasier trained
*eachers and developed a six.day unit around Talcott Parsons!
const{uct of four functional prdblems encountered by all
~successful sccieties., This‘very difficult construct was
successfully taught to fourth, fifth, and sixth grade pupils
at the Columbia Teacher's College Laboratory School, Frasier
found through the use of Henderson's and Piaget's taxonomies
that the éppropriate teaching of this 1ifficult materizl

significantly advanced the children's analytic abilities on
30 .

P N

a pre-post test basis,

Cultural Background and Achievement

While a direct relationship can exist between formal

zgiwnjamin S, Bloom, Stability and Chanee in Human
Characteristies (New York: Viley, 1964), p. 88. and Cleary
op, cit., pb. 133,

30".’zmce Clark Frasier, "A Study of Students' Ability
to Use Functicnal Tmreratives as Stratecies of Inquiry,”
Doctoral Disseriation, Columbia University, 1968, Dissertation
Abstracts 29: 3911A: May, 1969,

O
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educafional experiences and analytic aﬁility tﬁefe are
clearly limits on the effect of the schoel in helping_develop'
these abilities in youngsters. First, as Robert E, Cleary
ably notés, the overall impact of formal education depends on
the interaction of the student with other agents of socializa-
tion as well as with the ;chool itself, Different individuals
reéct‘to similsy situwations not only in different ways, but
the school is oniy one institution in a total environment.
Students acouire their initial stimuli in advancing their
thinking skills on a basis of interaction in a family
environment before they enter school. Personal and informal
contact and interaction inherent in friendship grcups enables
these'forces to play an important role in individual development
both before and during the years an individuwal spends in
school, |

The magnitude of the role of social class in determining
academic achicvement has been a subject much researched in
recent years. In one review of some literature on the subject

/
Vilbur B, Brookover and David Gottlieb concluded that there

is a direct relationship between not only the child's )
socio-cconomic status and achievement but also his curriculum,
his attendance patterns and his desires for higher education.
Bfookover and Gottlieb assert that the American educational

establishment very much reflects the larger society's
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social stratification, This conclusion that American
schools are pe:petﬁéting social segregation rather than
achieving social mobility is unquestionably the most bredominant
thread Tunning throughout the literature. |

In a massive nétional survey recently conducted Yy the
Un}ted States Office of Education, social background proved
to;be a crucial determinant to students' future educational
plans and academic achievement. The authors of the multi-
grade sur&ey asserted that the role of sccial background is
unusually pronounced where social and economic stratification
on the basis of race or ethnicity is greatest., These authors
suggest, as did the famous Coleman Report, that the aggregate
effect of allocating studenfs with similar social backgrounds
into the same schools is to make it more difficult for schools
to overcome the cumulative effect of socio-economic back-
ground.32 Results of research conducted in the state of Michigan

31W1111a1 B. Brookover and David Gottlieb, Sociolosgy

of Education (New York: American Book Company, 1964

pp. 153-156, 166-179, 187~192, See also William B,

Brookover and David Gottleib, "Social C¥ass and Education" in
John H, Chilcott, Norman C. Greenberg and Herbert H. Wilson
in Re~d1nvg in the Socio-Cultural Foundations of Education,

(Belmont, California: Vadswortn Publisning Company, inc.,
1969), pp. 258-272,
32

George V. Maveski, Albert E. Benton Jr., Tetsuo Okada,
Wallace M Cohe1 and Carl E. VWisler,Variations in Achievement

- and Motivetion by Pamilwy P?Gkﬁround and Georranhic Tocntion
at the Tndividuni School Laovel, USOR  Tcehnical Daper Numbor

9, ¥ebruary 12, 1970, (2RiC ED 045 691) Washington, D.C.
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revealed an identical conclusion. .

The Michigan Assessment Program gathered data duriné
the 1969-1970 séhool year from over 320,000 students in |
approximately 4,000 schools, Schools ih éore inner city
areas scored on én average well below the_median on the three
as§essmént mezsures--attitude toward school, vocabulary, and
coéposite achievement, Schools in more affluent areas scored
well above the median on all three measures, 20

One recent study in four southern states focused upon
the educational goals and plans of adolescents, nis JOffice
of Education research project examined with particular interest
~differences between outhern white and black &oﬁth. The
finding here illustrates that social class membership and
@especially racial identity were important ﬁredictors. For
example 40 per cent of the white subsample, but only about 2C
per cent of the Negro sub-sample, planned to attend college.
Differencés of significant proportions also appeared in response

to questions concerning intended high school drop out.34

4
351430h1van State Devartment of Education, TILevels of
Educationa Periormance and Helzted Factors in Michyean
(Tiichigan otate Jevariment ol sducaeion, Landsing:  (979)
Paper presented a2t the Annual lieetineg of the American
Education Research Association, New York, New York, February, 1971
(ERIC ED 046 987).

34’” Richard Cramer, Charles E, Bowerman, and Ernest C,
Campbell, Sociazl Factors in Educational Achicvement and
Aspirations among Nrrro ﬁdo]p"chﬂt<' volume 71 US0L Cooperative
Rescarch froject Numver 1163  (BRIC ED 010 8%8) Chapel Hill:
University of Nerth Carolina, 1966,




" =30-

The reIationship between family, school, and community
as influences on achievement of lower class Negroes were
studied in an all Negfo suburb of a large northern city{ The
focus of the study by Robert James Parelius was upon three
research variables, . (1) family background variables which
might support academic achievement; {(2) +the role of social
distance variables in schools family interaction; and (3)
the degree to which school community relations and school
politiés affect achievement, TParelius; who obtained his
data through ocuestionnaries, interviews, schoul records, and
informal conversations, concludes that social and demographic
variables were the most significant predictors of achievement.
Inter;stingly, the data did not suvport the popular school-
family interaction theory. Here, some educators claih, there

¥

is a tendency for higher academic achievemenf.with a more
frequent hcme-school interaction.35 .

While thre above four studies and many others cleéarly
point to a direct relationship between social class and
educational performanée, the case is not entirely closed,
The work of Bernard Grecnstein and Ralph Scott serve to show

that vhile social class is a very important variable, other

variables are well worth study. For example, Greenstein's

35 Robert James Parelius, Sociolorical Influences on the
Achicvenent of Lower Class Nepro Chilaren: Final Revort,
(FRIC =D 016 750) Chicamo: University of Chicago Lepartment
of Sociologmy, 1967.
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Rutgers group.who examined social and cultural factors

related to school achievement found very few variables

strongly associated with ability. Their sample of 705

sixth thfough twelfth grade Negro students were interviewed

and examined on three measures of reading ability. It was

tentatively concluded for this Negro student population that

pefformance is a function of the interactions between personal,

peer, family, and school chal:‘ac’ceristics.3'6 Another

experiment with kindergarten children was concerned with

skill in seriating and reading readiness, The researchers

were interested in how much skill was associated with social

class, sex identity, and race., Results showed that, alihough

whiteé scored significantly higher than blacks,. no significant

social class differences were found.37
Janice F, Adams work on the concept of "learning to

learn" is anot.er example of research indicating that scecial

background factors do not always yield sighificantly different

results, One hundred and eight students seven to eleven years

0ld were given a six problem concept at%ainment task not

dependent upon verbalization., Certain differences in the

56 Bernard Greenstein, Harry C, Bredemeiexr, William M,
Phillips Jr., and Carolie Farlee, Socinl and Cultur-l Factors
Relrted to Sctool Achievement: Final Revort  (=RIC 2D 014 763)
New Brungswick, licw Jersey: Rutgers University UYrban Studies
Center, 1967,

3TRa1ph Scott, Jerald Nelson, and Ann Dunbar, USOE
Cooperative Resenrch Project 6-8526 (ERIC ED 019 712)
Cedar Falls, Iowa: State College of Iowa, 1967,
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shape of the -subject's learning curves'accordiné to their
socio-economié status were predicted. However, results
failéd to confirm that the nine and eleven year olds in low
socio-economic status groups would have increasing gains on
the early problems and decreasing gains on the final problems,
In summary, the learning curves on the six problems were
cu}ves of decreasing gains for both low and middle socio-
economic status children at all ages studied.38

. A Toronto public schoecl longitudinal study conducted
in the years 1960 through 1966 investigated the effects of
home environment on school achievement. Pupils were first
iécntificd as kindergarteners and their performances on hcme
intcr&iews, achievement, two standardized mental tests, and
teacher ratings was analysized through a multiple regression
design. The Toronto study revealed that, of the eight home

environment variables included in the analysis, only two could

be considered 2s "useful" predictors of achievement., Interestingly

the combination of :I.Q. and the two home environment variables
as predictors provided the best prediction of achievement
performance on both the mental aptituce test and the teacher
rating questionnaire., These explained about 30 per cent of
the achievement variable, Socio-economic status was of no

utility in predicting performance on either the mental

deanicc ', Adams, Tearnine to Tenrn on o Onneent

Attainrant Mnalt ng A Funection o foo ondg Sopso=ncan™ic
Tovel (=210 &d 040 50Y%) iadicon, Wisconsin: University

o1 wisconsin Research and Development Centier for Cognitive
Learning, 1970,

O
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abilities test or the teacher fating questionnaire, This
Toronto research and its implied rejectibn of the dgterministic
gocial class-achievement syndrome raises the issue of whéther
Canzdiian society is significantly different from American
socie@y.39 Is it %ruve that lower socio-economic class
children in Canada are not victims of educational ascription?
Is\the Canadiah educational system able to truly lower barriers
to mobility?

In an address Frank Riesman of Columbia University
urged educators to begin to believe that disadvantaged
youth are very educable, He suggested, as Bruner has for all
emerging youth, that stress be placed upon the positive
aspec?s of the learning pattern, Awareness, for example, be given
to the strength of the child’s concrete and physical learning

style.4o

Research on MACOS

A two vo.ume edition called Curiositv, Comnetence,
Communitv was written by Eduvcation Deve}opment Center (EDC)
researchers in 1970, These unpublished volumes summarize

' the entire rescarch findings Tor MACOS based upon results

>Ipatricia Crawford and Gary Eason, School Achicvement:
A Preliminarv Took at the Bffects of *he Hore (EH1C ED 0477 T177)
- Toronto, Ontario: f'oronto Board of Education Research
Department, 1970,

40Frank Riesman, The Sicnificnnco'of Sociallv Dicadvantoced
Status  (ERIC ED 016 750) Hew York, New York: CoTumpia
University, 1963%.
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from 1967-1969 pilot classes. Later in 1970, a summary of
these original volumes was written, ZEducation Development
Center results showed that in both sections of the courée
(Man and Animals and Netsilik Eskimo) children made significant
gains in 1earningj¢r Gains remained significant for sub-
samples controlled by such variables as school grade level,
sé&, and school system, ZPre-test results demonstrated that
children had more absolute knowledge pexrtaining to the Animals
section than the Nelsilik Eskimo section, Students at
higher grade levels also had more knowledge., The amount of
learning during the course, however, was not related to grade
1évei. There also appeared to be little relationship
between I.Q. and scoring gains, Researchers at EDC found
that sex differences traditionally found in school work
essentially disappeared in MACOS classes, Boys and giris
had similar reactions to the classroor. environment and to
learning styles and materials.42

Through classroom cbservations, researchers discovered
that children in MACOS classes have a gfasp on the conceptual
. and methodological framework of the course as demonstrated
through quertion-posing and follow-up projects. Discernible
positive chanres in teacher style were also observed in these
classes; the authors stated that the changes secmod attributable

4TJanet Hanley, Dcan Whitla, Funiceé Moo, and Arleng

. o) s 5 P 1 3
Walter, Curiosity, Comnetence, Communitv, Education Dcovelopment

Center (Wasnington, D.C.:  Curriculum Development Associates,

1970), p. 22.
RIS
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to the methods and materials of the dqurse.43 Teachers
¢hanged from the didactic mode of teaching and learning to
the interpersonal mode. Comparing feachers.ﬁrior to and after
teaching the course, it was found that téachers mnoved in the
direction ofvan open, student-centered classroom; they also
talked less and were less dominating. Students gave longer
responses, were more apt to raise issues for discussion, aﬁh
engaged in more student-to-student exchanges. Vher idea-

ed,44 it was

and student-oriented téabhing styles were compar
decided that both teaching styles éan.be effective with MACOS,
but in a small sample, student-oriented lessons were closer
to the MACOS pedagogic model 2f the student-centered, open

classroom,45

e v PRy e e e e

451via., pp. 28-29.

44See APPENDIX B, Notes on Using the Classroom Observation
Form, p. 102,

45Hanlcy et.al., Curiosity, Comnctence, Community,
Education Development Center (wWasnington, D.C.: Curriculum
Development Associates, 1970), pp. 28-30. ‘




CHAPTER III -

DISCUSSION OF 0BSERVATIOﬁ FINDINGS AND
TEACHING AND LEARNING STYLES

'Y

\ Observations of classrooms were designed to determine

(1) the typical Qays the curriculum wac used in the class=
room; (2) the major teaching styles and claséroom atmospheres;
and (3) whether the above change over time, Seven teachers
in schools of three different socio-economic areas were
observed, and scores were tabulated on the observation form.46
Observations were divided into "early" and "late” categories
in order to delineate any trend in teacher or student behavior
as the MACOS experience began and ended. Early observations
were conducted from Cctober through January, with two or
three observations conductea for each teacher., Late obser-
: vations, conducted in tﬁe same manner, took place from
February through May, The total number, of early and late
observations were the same, Each observation was of
'approximately one hour duration, |

In terms of the teachers! teaching experience, education,
and age, there was a ﬁoderate amount of wvariance. Of the

seven tcachercs, five held master of arts degrees and two

40

See APPENDIX A, pp. 82;97.
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held the bachelor of arts degree. All were certified
glementary teachers. Two of the teachers had from three to
five years of teaching experience; they also were under
thirty years of age. The other five %eachers had from six
to twenty years of teéching experience, Their ages ranged
from thirty to forty-five. Two teachers were male, five
wexe female,

Five schools were choosen to provide a cross-section
of children from different socio-economic levels, The
schools also encorporafed a wide variety of school organiza-
tions and teaching strategies. The diversity ranged from
the more common elementary self-contained classroom, to an
‘open space departmentalized organization, to a single
classroom departmentalized organization,

School I was situated in a lower socio-economic,
center-city neighborhcod. Approximately 99 pexr cept
of the children vwho attended the school were black. Many
came from low income public housing wiits iﬁ the vicinity.
Two selfwcontained élassrooms vere obég;ved, one a fifth
grade class and one a sixth grade glass. E;om_ﬁpipty tq
forty students were in each réom.which-fésﬁited in.some
overcrowding, Some learning centers were utilized, though
the teachers conducted most of the clagses without the use
of centers, .

Children attending schooi II were from lower to

lower-middle socio-ecconomic neighborhoods in the center-city.
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Most were bléck° One teacher at this §chool taught the
social studieé'classes for the fifth grade., Students came
to»the room at various times according %o their schedules;
Most of the lessons here were provided through the use of
learning centers, Children worked in groups at four or
five tables., Overcrowding did not appear to be a problem
at\this school,

Children attending school III were primarily from
upper-middle and ﬁppér socio~economic suburban neighborhoods,
and the student body was 100 per cent white. An open space
deéign was utilized in this new building. The school is
organized along departmental lines, with the social studies
specialists teaching all of the fifth and sixth grade students.,
One hundred children worked through learning centers. and
moved eas.iry around their pod, going from one activity to
another. Ample room was provided for student movemént.

School IV was also of the open space design. Here the
departmentalized organization was arranged so that MACOS
was taught by the social studies teacher to sixth grade
children only, Space for independent woék wag provided for in
a large space in the middle. Around the eentral space were
five or six pods with removable partitions., In the beginning
of the year the partitions were removed leaving all open
space,. Later, however, the partitions had been installed,

A few learning ceaters were utilized, though as in school I,




the teacher éonducted more of the classes without the use

of centers. &here was a great deal of overcrowding in this
school, Although this building was built only a few Yearé
before school III, pods were placed closer together and con-
tained more c¢hildren in the same space than was true with.
school III., Childrenzat this school were from middle to
upper-middle suburban socio-economic neighborhoods and were
primarily white children. '

'wo self-contained fifth grade classrooms at school V
were observed, The school boundary encorporéted prédominantly
whité lower-middle to middle rurban socin-economic neighbor-
hoods, There was overcrowding in these classrooms, In
both classes teachers occasicnally utilized the learning
center format of instruction.

All of the teachers using MACOS in the Metropolitan
schools previously participated in a four week summer
institute, The rafionale of the course, appropriate
pedagogy for iae course,.and teaching techniques were studled,
and teachers utiliéed parts of the curr}culum through the
means of teaching demonstration classes, These teachers,
then, received intense training in every phase of MACOS be-
fore classes began in September, An interesting question.
is, given theis training, should one expect to see significant
changes in teacher behavior over the span of a year?

Education Development Center (EDC), the authors of
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this curricuium, had an archetypal teacher in mind to teach :
MACOS. Their belief is that this curriculum is more student-
centered, conceptual in content, and multi-media than“othér
social gtudies curricula..47 A teacher is preferred who,
because of a student-centered preference, has a respect for
children and confidence in their abilities to pursue more
independent learning. The student-oriented teacher is warm
toward the students and expressive., Althcugh an idea-
oriented teacher may also be effective, student-oriented
sessions are preferred by the authors of the curriculum.48
Their teacher's class would have the tcne »f a cooperative
venture, whether or not this was actually true., As students
progress in this classroom, they learn to ask more questions,
discuss issues among themselves, and respect each others!
thoughts, Modes of effective interpersonal relationships
would be developed. Through the greater variety of learning
situations and the teacher'!'s style, students would develop
an abilit& to use a greater variety of primary sources as
evidence from which to develop hypotheses and draw con-
clusions.49 ’

Of interest, then, is how the Metropolitan teachers

.of MACOS will compare with the archtypal teacher., To what

extent will th> pedagogical aims of the course be fulfilled?

47Janct Haaley, Dean Whitla, Funice Moo, and Arlenc
Walter, Curiosityv, Comnetence, Community, V,I1I1
(preliminary covny), {(Cambridge, Massachusetis: Education®
Development Center, 1970), p.V-i3. .

48

Ibid,, p.V-29,
49 .. .
Ibid., pp.V-1 to V-31,
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The obsefvation form will allow insight into the following
questions baseﬁ upon the pedagogical aims: '
(1) 'Does the teacher initiate and develop in youngsters a
process of question-posing (the inquify method);
(2) Do youngsters develop the ability to use a variety of
primary sources as evidence from which to develop hypotheses
ang draw conclusions; |
(3) Do youngsters learn to listen to others as well as
express their own #iews in classroom dizcussions;
(4) Does the teacher give sanction and support to open-
ended discussions where definitive answers to many questioris
are not found in an effort fo legitimize the youngster!'s
search for his own views;
(5) Does the teacher encourage children to refle;t on
their own experiences; | |
| (6)' Does a new teacher role develop, in which he becomes a
resource rather than an authorityﬁo |

The'following analysis of data should determine the
ansvers to the above questions which are intricately

involved in the general questions of ho¥® +the curriculum

5OJanet Hanliey, Dean Whitla, Eunice Moo, and Arlene
Walter, Curiositv, Comvetence, Communitv, Zducation Develop-
ment Centexr (Washington, D.C.: Curriculum Development
Associates, 1970), p.S5.
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was used} what were the teaching style; and classroom

atmospheres; and whether any of these changed over time,

Classroom Lessons
Atgeneral perception of the structure of lessons is
helpful in determining some of the typical ways in which
" the curriculum was used, Items included are the way in
which grouping was used; the general categories of activities
utilizad; and the types of objectives employed in lessons.
During initial observations, all classes were grouped

at some time during each lesson observed, Al<hough gfoups

of five or six incorporated bcth sexes, when pairing was
necessary for any activity, the pair was invariably composed

of thc same sex., JGrouring was employeZ for a variety of
activities such as arts and crafts; reading of the text

and other materials, often with one or two students reading
material for the poorer readers; writing; role-play; listening;
and simulation games, ZEarlier in the year more of the
activities werc conducted sequentially, whereas later activities
were conducted simultancously as often &s sequm’cially.s1

, The type of activity which took place in the classroom
also changed, although the tyre of objectives for lesscns
did not, DILater in the yecar, the percentage of lessons
devoted to arts and crafts declined, This was also true of
reading and writing activities. In early lessons a question~

———
?! APPENDIX C, p. 108,
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answer format was relied upon for much’ ¢f the discussion,
Later lessons showed the gaps left by the decline in arts
and crafts, writing, reading, and question-answer filled
primarily by.a higher quality of discussion, Guided dis-
cussion, which was only seen rarely inte early lessons,
was observed in 13,5 per cent of the later ones, Similarly,
open-ended discussions increased from O to 10 per cent.
A less difficult method of "discussion" frequently used by
many social studies teachers, question-answer, declined
from 26 per cent early to 10 per cent in latex lessons.52
Even more enlightening are the respective percentages of
only the threc {types of discussion activities in lessons,
or vhen not considering other types of activities, Im this
case, 87 per cent of the early lessons contained the question-
answexr activity, 13 per cent contained the guided discussion,
and there were no open-ended discussions, In contrast,
later the question-answer format was utilized in only 34
per cent of the lessons, whereas the incidence of guided
and open-ended discussions increased to’41 per cent and 25
per cent respectively}SBH
Teachers also used a greater variety of activities
later in the ycar.$4'A1though the types of activities changed,
52
53
54

APPENDIX C, Items 21,25, and 26, p. 107.
‘Ibid., p. 105.
Ibjid.,, Items 15-28, p. 107.
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the types of objectives remained tre same., The greatest
proportion of objectives pertained to information (44 per
cent), fewer to concepts (30 per cent), and the least pertained:
to skills and interpersonal behavior k13 per cent each):}5

Another way to look at activities as a whole is through
classifications of enactive, or deing, and symbolic, or
th}nking. These classifications allow one to visuzlize better
the dynamics c¢f a lesson., Most classrooms throughout the
observations had an even mixture of symbolic and enactive
activities, The early total of 57 per cent of the classrooms
with this mixture increased to 62 per cent in later observations,
Lessons composed of mostly enactive activities increased
from O per cent to 13 per cent, while the amount of symbolic
activities decreased from 43 to 25 per cemt.56 This verifies
the former supposition of a greater variety of activities,

A decrease in the symbolic category is explainead by the pre-
viously mentioned decrease in gquestion-answer, writing, and
reading activities, Therefore, much more of the symbolic
activity is composed of guided and oyeg:ended discussion.
This type of instruction is in the direction hoped for by
the developers who seek more independent leerners. It also
affirms that teachers do sanction, support, and promote

open-ended diccussions, These type of discussions require

| 24 N
?2 APPENDIX C, Items C.%0-33, p. 108.
.

56 Ibid., Item III. B,, p. 105.
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and exenplify various behaviors which will be discussed

 below.

Evaluation of Verbal kctivitieé

Other elements comprising verbal activities, in
addition to the discussions mentioned above, are reading
and writing activities, Discussion activities constituted
aﬁbroximately a quarter of the activities in early lessons
and a thid later.57

In later lessons, the percentage of the lesson devoted
to verbal activities was more evenly épread throughout the
range, with only 63 per cent of all the sessions having over
half of the lesson being composed of verbal activities,

Per cent of lessons gdevoted to verbal
activities (check one):

Early late
25 | 0% 12%
50 25% 25%
75 : 124 38%
100 63% 2p%

The accompdnying increase in open~cnded and guided discussion
exemplify that a greater proportion of verbal activities are

discussions rather than merely reading and writing activities.
r . - . . 58 and59
Yerbal exchanges were also of a slightly higher quality.

ot

APPFNDIX C, Items 21,25, and 26,p, 107,
8Ibid., Item 61, p. 111,

59Nono of the changes In scores on the semantic differ-
ential portion were statistically significant at the .05 level.

O
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The shift in the teacher!s role is obvious from the
above. The effects of objectives aimed at information and
concepts were manifested in later lessons, Students referred
to materials some or a great deal more in later lessons,
Students references to materials (Use
only spaces i=none, 4=some, T=many)

o (129) % : :(63%) s : :(25%
O% %8% 2%

*Parentheses indicate early scores,
Teachers no longer needed to depend so strongly on gquestioning.
They tended to ask fewer questions in later lessons, whereas
students had a slight tendency to ask more. 60 The type of
questions asked by teachers also changed from factual questions
to th;se encorporating more opinion, Replies by students

61

entailed longer responses, Later discussions tended to

involve more exchanges between students {(3.5) than was true
earlier (2.1). %2

Student “ehavior during verbal activities exhibited
a greater tendency for students to listen to each other.

They also secmed to relate the subject ﬁatter more to

their own experiences, With the incorporation of more-

GOAPPEHDTX C, Items 48 and 49, p..109,

1 1via., Ttems 46 ana 47, p. 109,

62 1p3a., Item 50, p. 110.




Early Liate

To what extent Much or T1% 8% .
does the class Some
generalize?
None 29% 22%
To what extent Much or 44% 56%
do students re- Some
late content to
their own None 56% 44%
A experience?
students use . students
few personal (1.8): 2.8 : : : : : use many
examples personal
' examples

personal examples and relating the content more to their own
experience, as well as generalizing information, this social
studies course must be relevant to the students within the
class;oom as well as outside of it,

There is clearly a movement toward a more student-
centered classroom. In early lessons, three-gnarters of the
teachers were in the role of authority, compared to only 13
per cent in la“er lessons. With the teacher exercising less
total control, however, there is not anJincrease in the noise

level of the classroom during verbal activities. Interestingly,

""teacherts ‘ o :
role (1.6)/ : 3.3 T s / non-

authority guide TesoLrce participant
quict ___:(2.8): : : : : noisy
2.9

Early Tate
Authority . T5% 13%

Guide 12.5% 50%




. Early Late
- Resource N 12,.5% 25%
Non-participant 0% 13%

with this seemingly greater freedom, neither student interest
or participation show much variation, remaining at a fairly

high level from the beginning of the year until the end,63

E&aluation of Non-verbal Activities

A complete picture of the classroom lesson must include
not only verbal, but also the non-verbal activities, Non-
verbal activities include items such as participating in arts
and crafts, watching films, listening to records, etc. The
amouni of these activities declined in later lessons; Thic,
perhaps,; "is explainable in that the Netsilik Unit, which
comprises the last half of the course, contains fewer
arts and crafts activities, although there aré more films,
A fuller explanation includes the previously mentioned changes
in activities, Later in the year a greater variety of activities
were used and discussion activities_were more prominent.,
Interestingly, alfthough such non-verbal activities as a
whole declined, the percentage of lessons devoted mostly to
these activities increased from O to 13 per cent. This could
possibly be the utilization of films, Viewing activities
incréased slightly from 4 per cent of the ecarly lessons, to 7

per cent of the lessons in later observations.64 Yet, with
-}

O3 A\PPERDIX C, Items 56,57, p. 110.
641pia., p. 107.
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the later greater variely of activities, the ratic of all
activities devoted to non-verbal behavidr decreased,

As with the verbal activities, student interest:and
participation, as well as the amount of noise did not change
_greatly.65 Students did seem to be moré interested in the
non-verbal activities and participate more in them than in
the verba'l.66 With so many classes relying heavily on
reading, writing, and talking, it is not surprising that
students enjoy these less familiar items,

During non~verbal activities the teacher's roie changed
as it did during the verbal activities, Again, the role
assumed moved away from that cf an authority figure.

Teachars in later lessons were acting more as resources

rather than authority figures, leaving more of a chance for
students to act as independent learners., Interestingly, as
teachers gave less overt direction to the students in both

the verbal and non-verbal realms, students tended to have less

of a sense of purpose,

[N -7 - — . R Tl R s SO R BT

65 APPENDIX €, Items 37 38,)9, p. 108.
66 1y3a., Items 37,38,56,57, pp. 108, 110,
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" Non=verbal

teacher's . non- .

role /{2) : 3.6 : : : / participant
authority guide resource :
Earlz Tate
Authority ' 43% 25%
Guide 43% 25%
¥ Resource ' 14% 50%
Non~-participant _ 0% 0%
students : ' students
have no S have clear
clear sense sense of
of purpose 2 : :_5.5 :(6.3): purpose
Verbal
students . students
have uo ' ' ) have clear
clear sense sense of
of purpose : : : :(5.9): : purpose

5.4

In both the verbal and non-verbal aspects of lessons,
it can be seen that teachers become less dominating in the
classroom; The more student~centered ;essons later in the
yYear allow for é greater.independence f?r the learner. With
the greater freedom in the classroom, the students engage in
interpersonal exchanges more frequently. They raise more
gquestions and discuss them using not oniy the facts and con-
cepts learned, but opinions they have developed. Discussions
and other activities become more relevant with the incorpor-
ation of personal experiences, -

The above gives the reader some of the flavor of the
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classroom, A more detailed perspective of the over-all
atmosphere of the classrooms is possible through the final

section of the observation form.

Classroom Atmoéphere

The final section of the observation form dealt with
thp classroom atmosphere, Items in this section attempt to
define a teacher'!s basic style or approach to the students
and the curriculum., For the most part, the teachert!s
classroom personality did«not change., There was litile change
in the demonstration of pleasure or anger, Vuvices remained
at a moderate tone, teachers remained relaxed, and they seemed’
to enjoy the lessons, Tater in the &ear, however, there was
a tenéency to be less expressive and less involved with the
subject matter, The teacherts stance in the classroom, as
well as the amount of movement, did not change significantly
either, In exchanges with students, only a slightly greater
effort was made to draw out students, Students, however, were
treated with iespect and confidence.in their abilities, Only
rarely were students "talked down to.," ‘This respernt and,
possibly, a greater confidence in the students! abilities
was reflected in the tendency for the teacher to hbecome more
permissive., The class also had more of a tone of a co~
operative venture, Once again, while the teacher became more
pexrmissive, student participation did not change very much.
Over-all atudent interest increésed slightlyf7

©l APPENDIX C, Section H., pp. 111, 112.
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As shown in the sections on verbal and non-verbal
evaluations, téachers became more student-centered. The
develcpers of the curriculum describe "people"-orieﬁted

teachers as more interested in interpersonal relations of

_ teacher’é : ' "people"
style I : H . oriented
idea-oriented

%N
students and behavior; it is used as synonymous with student~
oriented, Idea-~oriented teachers are primarily concerned with

68 A student-oriented teacher

the content--facts oxr ccncepts,
scores 5 or over on the semantic differential, . -
Phis researcher's sample definifely was composed of idea-
oriented teachers; theif score was 3.4 on the semantic
differential, Yet they compared in an interesting way to the
sample bf idea-oriented and student-oriented teachers used

by EDC in their research,

In the EDC sample, the researchers found variance on
seventeen of thirty-one items in sections G and H. On only
six of these sevenfeen items did this researcher's sample of
idea-oriented tgachers match that of”Epé.ggJI%ese items
included questioning from the tcéchér;‘éfﬁdént.use“oiﬁiéisonal

examples; expressiveness; amount of domination by the teacher;

amount of movciment by the teacher; and the extent to which

8Curiosity, Commnetence, Community, V.IXI, p. V=27,
69

-

- APPENDIX C, Items 48,53,63%,71,76, pp. 109-112,

Il)idg y po V"28', and.
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‘the teacher draws out students.. On four dimensions, this
researcher's sample scored similar to or above the subject-
centered teacher sample presepted,7o Three of these
measures are the direction of verbal exchange, whether be-
tween students or the teacher and a student; the degree of
student interest; and the length of student responses.
Thgse are important in that, here we see an idea-oriented
teacher achieving some of the student-oriented pedagogical
aims of the course, contrary to previous research findings.
On the remaining seven of seventeen items, the scores
of the Metropolitan Nashville idea-oriented teachers were
“inbetween those of the idea-oriented and student-oriented
teachers found in EDC's sample.'71 Clearly, as the course
developers stated, both teaching styles can be effective with
the MACOS cufficulum. The idea-oriented teacher, however,
can be far closer to the pedagogic model of a studeat-

centered, open classroom than was previously hypothesized. 72

10 k$pENDIX €, Similar on items 50,56; Higher on 47,70.
T 1pia., Items 46,55,49,61,64,67,75, pp. 109-112.

7zJanet Hanley, Dean Whitla, Funice Moo, and Arlenec
Walter, Curjosity, Competence, Community, Education Development
Center (Washington, D.C.: Curriculun Levelopment Associates,
1870), p. 0. -




CHAPTER IV
ANALYSIS OF PRE-POST TEST RESULTS

Having looked at the elements of the c¢lassroom~--
tqgching and learning styles, the atmosphere, structure, and
curriculum--and theiq various interactions, it is now
appropriate to determine what variances in learning resulted
from the interactions. Consideriﬁg-the entire poﬁulation,
viere there learning gains from the pre-~-test to the post;test?
‘Questions on the Man and Aﬁimals Unit test can further be
divided into two categories--those pertaining to (1) information
‘and (2) reasoning. The first forty items of the Netsilik
Un;t test also allow a judgcment of attitude changes for
the'population. A pre-post{ test analysis of scores for both
the Man and /Animals and Netsilik Eskiro tests will be con~ -
ducted to determine: (1) if students differ by the grade
.in which they afe enrolled in the amouny of knowledge they
possess about course content as they begin the course, and (2)
if they differ by grade in the variance in scores from pre-
to post-tests; (3) if therc is a difference in the amount of
¥nowledge students in differing socio-economic arcas within
the school systcem have about the course content as they begin

54—
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the course; and () if there are diffgrenceé in the improve-
ment of students' scores according to socio-economic areas,

| In this chapter, two statistical procedures wére

employed for_both the Mar. and Animals and Netsilik tests,
First, an item analysis was conducted based on responses
from the total population taking each test., For the Man
anpd Animzals test, the number of students for the pre- and
pgst—tests were 600 and 602, respectively; total numbers
for the Netsilik test pre and post were 603vand 606,
respectively.

Second, an analysis of variance was conducted to

. determine the effect of three variables--grade, socio-~
economic level (SES), and the treatmenit--using a total
random sample of 168 students.

This chapter is difided inte two sections: (1) a
discussién of the Man and Animals tests and (2) a discussion
of the Netsilik tests. For each section, item analysis
discussion will be followed by an examination of the findings

derived from the analysis of variance,
’

_Man and Other Animals Unit Goe e Rl
Item Analysis -

This first unit of.the MACOS course was concerned with
aspects of the salmon, herring gull, baboon and other animals,
and in their comparison and contrast to Man, Test items for
this unit may be groupecd into three categories of information-

related items and threc categories reclated to reasoning,.
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- Those concerning information are:

(1) simple information and definitions, in-
cludi?g vocabulary (questions 8, 14,
31-40);

(2) knowledge of human and other animal

: behavior (questions 4, 10-12, 17-18,
56-57); and

(3) understanding of basic concepts of the course,
e.g. innate and learned behavior,
adaptation, variation (questions 7, 9,
13, 15, 16, 19, 20-28, 5i1-55). :

Those related to reasoning are:
\

(4) ability to interpret simple graphs and
to draw conclusions concerning the
information therein (1-3);

(5) ability to reason from information
given (5, 6, 29, 30, 41-50); and

(6) ability to use evidence to predict
behavior (5, 6, 29, 30, 41-50).73

Iinformation

Judging from category one, "simple information and
definitions," students learn a great deal of information.
and vocabulary. In overall vocabulary competency (questions 31
through 40), the average percentage of correct ansﬁérs by
students increased from 39.9 per cent on the pre-test
to 65.1 per cent fer the post-test. All twelve items in
this category were answered correctly by half or more of
; the students on-the post-test, whereas on the pre-test, only
~one-f0urth of the questions were answered cofrectly b& half

. 0f the students,

YbHanlcy et.al., Curiocsity, V.I (preliminary copy),
p. III-1, '
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An obviocus interest in human and animal behavior, as
well as a lack of previous knowledge, were exemplified by
the amount of gain by students for questions in the second
category. Question ten ¢f this category and questiontthirty-three
of the previdus category showed the highest percentage
gains from pre- to post-tests for-all questions. E.D.C.
b?lieves that "media and the message" could be responsible
for some learning gains.74 There is a great deal of
reinforcement for some information. FExamples of this are
questions ten, eleven, twelve, and fifiy-seven. Item ten is
dealt with in the baboon booklets, films; and an environment
board exercise; the other items are also reinforced thrqugh
films, booklets, discussions, exercises and other media.75
In all these questions, the peréentage gain from pfe— to
post-test ranges from 19 per cent to 47 per cent.

The items which presented the most difficulty to
students were questions twenty througl: twenty-eight, which
comprise part of category three (understanding of basic
concepts of course)., VWithin thece quegtions dealing with
innate and learned behavior were the oniy two items on the

test for whici learning losses occurred.76 On another item

141p34., p. III-12,

1pia., pp. III-14, ITI-15.

T65PPENDIX D, pp. 123-124.
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there was no learning gain. The difficulty in differentiating
between innate and learned behavior is illustrated by the

average percentage correct scores for items twenty through

twenty-eight,
. Pre Post
Learned Innate Learned Innate
« 17.5% 51.6% 55.5% 60,2%
\ ) .

It is unclear whether the gain in the post score for "innate"
18 due to increased knowledge concerning innate behavior
or increased confusion as to the difference bvetween what is

irmate and what is learmed behavior.

Reasoning

Category four is, perhaps, the most difficult to
generalize about, as it only contains three questions., This
category ¢oncerns the ability to interpret simple graphs and
'to draw conclusions concerning the information therein, Yet
two of these questlons possess post-test percentages whlch
1llustrate a mastery of some form of lnterpretatlon by close
to 20 per cent of all the children taki;g the test. Questions
one and two deal with reading a charf and some intcrpretdfion.
Item three appears tQ be especially difficult, with only 38
per cent of the students answering corrcctly on the post-test,
Possible explanations are that (1) questions phrased in the

negative arc ugually more difficult and often confusing,
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and (2) answer "B" is also logical, If Sections A and B
overlapped, the overlapping section would not be the same
as either section A or section B.74 If answer "B" is
accepted, the percentage answering correctly increases to 58
per cent, This would be, however, a loss from the pre-test
- combined percentage of 63, which lends creedence to the
pqssibility of confusion and a poor test item,

Categories gix and seven, reasoning from information
given and using évidence to predict behavior, contain the
same questions, From student scores, one car surmise that
many students gained a great deal of ability tc reason from
information. On only two questions did less that half of the
students answer correctly. These scores are more remarkable
if one considers that they are difficult both in terms of
the directions required for answering and in the skills
required, Greater increases are exhibited from the pre-
to the post-test on items for which students must reason
from informatiun which is essentially congruent with what
they had learned in the unit, such as the description of the
baboon troop range, Increascs are not as great on items |
'which requirc students not to employ what had been "lecarned"
previously. TFoxr exaumple, questions forty-seven and forty-
"eight require ‘he student to forget that Irven DeVore had
become so familiar to a troop of babooné that he was allowed

to become a close obscrver, Students must think of DeVore

1eppPENDIX D, p. 114.
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in a new éituation with a new troop. . Percentages of correct
answers drop érastically for question forty-eight which
Jucorporates the above phenomenon.?5
Considering each scgment of the Man and /aimals Unit%
as a whéle, students performed better on the reasoning than

on the information section. The average percentage correct

Percentage gain

p ’  Pre Post pre-~ to vpost-
Information  471,7% 0.4% + 8.7

Reasoning 46.2% ' 62 % +15,.8%

was not only greater on the'pre- and post-tects for the
reasoning sectiow, but the percentagé gain from pre- to post
- was almost twice as much for reasoning itemrs than for

information items, : .

Man and Animals Pre-Post Test
Analysis of Three Variables
Previous analysis was of the aggregate scores of

approximately'GOZ students for which there were pre- and

post-test answer sheets. The Man and Animals test consisted
. of items for which there were fifty-oneigossible correct

swers, YFor an analysis of the effects of the three
variables--grade; SES; and the effect of teaching and the

- course materials, or the trecatment effect--a sample of

twenty-eight subjects was randonly selebted for cach of six

75This ic similar to resulis obtained by Education
Development Center, See Hanley et.zl., Curiosity, V.I (preliminary
copy), p. III-i1,
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groups, conétituting a total sample of 168, Subjects were
selected usiﬁg a random number table., Groups one, two, and
three were composced of fifth grade students of low, middle,
end upper socio-economic levels, respectively, Groups four,
five, and siX were sixth grade students of low, middle, and
upper socio-economic levels, respectively. An analysis
of variance was conducted to determine if the effects of
grade, SES, avd treatment were uignificant at the .05 level,
‘ 6 be discuésed first will be the findings from the
analysis of variance acruss the pfe- and post-tests éombined.
A more sophisticated examination will then be conducted by
analyzing each of the three variables,first, in terms of

pre-test results and, second, in terms of post-test results.

Pre and Pést Combined

The analysis of variance from the combined pre- and

post~test reveals significant variances for all threce

SOURCE : DF MS ¥ P
Total . 335
Between subjectis 167

8

Grade 1 2646,56 29,249 0.0000
SES 2 T713.84 85,916 0. 0000
Grade X SES 2 4,53 0,050 0.9511
Error (Between) 162 : 90,48

‘Within Subjccis 168

Trecatment 6248,81 204,251 0.0000

1

Grade X Treatnment 1 22,50 0.735 0, 60%2

SES X Treatnent 2 939,37 30,704 . 0000
2

Grade X SES X 1.62 0,053 0.9481
Prcatment . :
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variables far beyond the .05 level. For the grade variable,
the variance.between fifth and sixth grade students was
sigaificant at the .0000 level. The mean for the combined
pre- and post-test results at the fifth grade level |
was 27.839, while the sixth grade was 33.452., Sixth grade
students scored significantly tetter than fifth grade sfudents.

. The SES variable was alsc significant at the .0000

level, From the means, it is apparent that children in the

upper SES group score significantly better than the other

Low - Middle Upper
SES . SES SES
21,508 32,607 37.821

two groups, followed by the middle group which scored
significantly better than the lower SES group.

Finally, the trewutment, or the effect of teaching and
the course, was significant at the .0000 level. The mean
for the pre-test was 26,333, significantly lower than the
posf-tcst figure of 34.958. This is evidence that teaching
and the course had a positive effect on achievement, When
considering interactions betwecn variaﬁles, different results
occur. The interaction between the grade and SLES variables
revealed no significance for this interaction, As shown
in the chart on page sixty-one, the same was true for the
interaction within the ccumbined cells of grade by trecatment
by SES group. Intercstingly, though, the interaction of SES

and treatment was significant at the .0000 level. The
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aggregate or total interaction for all three variables wés |
not significant.

In order to determine better the causes effecting‘fhe
results above, data was divided to investigate on a pre;
and poét-test basis. In other words, if grade, socio-
economic level, and treatmeﬁt factors were significant
agross both tests, did the sources of these results lie
within the pre~-test or within the post-test, and were

differences consistent across both tests?

Pre-~{est Results

On the pre-test, as for the combined tests, the
variance between grades was significant at the .0000 level;
variance among the three levels of SES was significant at
the .0000 level., The interaction of grade and SES, however,

Was not significant.(®-.9378) Mean scores for the grade

Means for all effects (From $1 possitle points)

Grade 5th 6th
 23.833 : 28,761
SES Low Middle s Upper
19.750 28,7150 30.392

variable demonstirate that sixth grade students scored
signifircantly higher than fifth grade students, Also,
with significant variance among the SES groups, the upper

SES group scorcd the highest, followed by the middle and
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lower groups respectively. Interestingly, fiffth grade

Grade by SES

Grade - Low Middle "Upper
5th 17.571 26.214 27.714
6th 21,928 31,285 33.071

children from the upper SES group achieved a higher mean
score than sixth grade studeats from the low SES group,
even though the mean of fifth grade students as a whole

was below that of the sixth grade students as a whole.

Post-test Results

On the post~test, the variance for both grade and SES
was again significant at the ,0001 and .0000 levels, respectively,
The interaction of grade and SES, however, was not, (¥=,7408)

Mean pcores revealed directions of significance, As on

Means for all effects

Grade 5th 6th
31,761 37.869
SES Low Middle * Upper
' 24,321 37,053 43,071
Gradec by SES
Low Middle Upper
5th 20,464 34,535 40,285
5th 28,1178 39,571 45.857
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" the pre-test, sixth grade children obtained higher mean
scores than fifth grade children; means also prog;essively _
increased from 24.3%2%1 for the low SES group to a high of 43,071
for the upper SES group. The fifth grade, upper SES children
net only had a mean above the lower SES sixth grade children,
but also above middle SES sixth grade children.

AN The final variable is the treatment--or whatzoccurred
in the classroom between pre- and post~tests.f The treaiment
variable was significant at the 0000 level. The mean score
¢f 26,333 on the pre-test increased significantly to a mean
of 34,958 on the post-test. ILearning activities between
pre-~ and post-tests produced a desirable effect on students.

The questlons initially raised concerning the Man and

Animals test can now be answered, There were significant
differences between the pre- and the post-iest scores.,
Learning did differ, however, according to gréde, with some
exceptions. Sixth grade children as a whole had mean scores
on the pre-test which were higher than those of the fifth
grade students, demonsirating a greater amount of kmowledge
a: the course began. The varlance between pre- and post-test
mean Scores was alsﬁ 1gn1f1cant1y better for gixth grade
éhildren than for fifth, The only exception to this was the
- group of upper SES, fifth éradc sctudents whose mean was higher
on the pre~test than that of the lower SES sixth grade children,
and on the post-fest whose mean score was higher than both |

the lower and middle SES gixth grade students,



.

Children from differing socio-egonoﬁic levels also
possessed varying levels of knowledge as the course béggn,
as judged by mean scores on the pre-test., Tower SES
children possessed the least knowledge, followed by the
middle SES children and, finally, the upper SES children
vho poééessed the most knowledge about course content as the
course began. This same trend was evident in +the difference
b;tween pre- and post-test mean scores, Once again the
‘aggregate mean écore (ircluding the pre- and post«fests) was
highest for the upper SES group, followed by the middle and '

lower groups respeétively.

-

Netsilik Eskimo Unit
As for the Man and Animals Unit, the discussion of the

: Netsilik'Ugit will include, first, an item analysis and, '

‘ sécond, an analysis of the findings derived from the analysis
of variance; In addition, howeveﬁ, the item analysis for
the first forty items.of the Netsilik ftest which wéré semantic
differential'items, will also be discussed in light of the
results obtained from Chi Square %ésts of significance

performed on these items, B ' 8.

Itém Analysis of Semantic Differential Items

The Osgood Semantic Differential format utilized on
the first forty questious condisted of four basic key words:
. ARCTIC, ESKXIMO FAMILIES, COOPERATION, and AMERICAN FAMILIES.

Under ecach of these headings were a series of ten juxtaposcd
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ad jectives, such as sharing-selfish, éimplemcomplex, etc..
Students then indicated their concept of the key word by_.
bhecking one of five spaces which divided two juxtaposed
adjectives. In this way, changes in attitudes relating teo
each oi_the four concepts could be'discerned. The authors -
of the éourse state that the reasons for the choice of these
four concepts are as follows: MArctic to determine if there
develops a new level of understanding of the enviromment
in vhich the Netsilik must survive; Eskimo and American
Families to see what are the commonly perceived gqualities
of huménness and if the differences in resﬁonse on the post-

test reflect a new sensitivity§ Cooveration because it is

sach a basic ingredient for Netsilik survival and radiates
to a total.set of values which the curriculum developérs
hope are transmitted.” 76

| The analysi$ of the items in these four categories
wili be in terms of résults from the cvntire population
participatiﬁg in the pre- and post-test for the Netsilik'Unit.
Chi Square tests were conducted to determine if the mofement
of choices from the pre~ to post-test for each of the péired
adjectives was significant ab the ,05 level, For the first
category, Arctic, thére wvas significant movement within eight

of the ten pairs.77 On the second item, changing-~changeless,

6

llanley ei,al., Curiosity V.I (preliminary copy), p. III-4%
TT4pPENDIX F, p. 128.
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students moved toward the mean, or neutral point, on the
post-test, The same was true for the windy-calm and desertéa-
inhabited dimensions. On the good-bad dimension, there was
also a movement toward neutrality on the post-test, But,
overall, the‘Arctic was seen as more Y“good"™ than "“bad." For
explored-une&plored, there was also a movement toward the
neutral position, Studentsthought of the Arctic as being
mo}e familiar and more wild on the post-test. Théy also

. developed more definite ideas concerning the fierceness or
gentleness of the Arctic. Fewer students maintained a
neutral positibn on this dimension, while a significant-
number moved toward both ex#remeties. Students, then, did
démpléte the course with a mor¥e realistic view of the Arctic,

- " Eskimo Families, the second category (items eleven

through twenty), also contained significant movement within

eight of the ten pairs.78

For the sharing-selfish dimensions,
there was a movement toward seeing Eskimo families more in
terms of sharing on the post-test. Students also showed
significan%imoﬁement toward seeing thé Bskimo family as

' simplef; happier, richer, wiser, more hardworking, and more
‘primitivc."On the kind~cruel dimensions, student movement
was away from both extremeties, with some moving toward

- neutrality and others toward "kind." The light-dark

dimensions also revealed siuwdent choices moving away from
£

18, PPENDIX P, P. 120.
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both extremeties, Here choices on the post-tesf moved
toward neutrality and toward the dark dimension.
| There was significant movement within eight of the ten

pairs in the third category, American Families.'? Student

choices;moved from the pre-~ to the-post-test away from the
neutral position and toward both dimensions for the simple-
cgmplex question, For the sharing-selfish dimensions,
fmo;cment was toward the neutral position and more selfish
_position. There was also movement toward neutrality on the
lazy-hardworking dimensiohs.and also toward more lazy;
on the happy—sad dimensions with a 1ift1e movement also
toward sad; and on the kind-cruel dimensions with the move-
ment also being toward more crﬁel. For the light-dark
dimensions there was a movément only toward neutrality.
Students moved away from the extreme positions of ignorant
or wise toward the neutral position but not neutral., There
was a définite movement toward seeing American families
as more advanced, Generally, students tended to move
toward a more ﬁositive view of Eskimo:families and a more
neutral, yet somewhat harsher view of Lmerican families,

The final cateéory, Cooperation (items thirty-one-

through forty), showed significant movement within nine of

the ten pairs.80 On the human-animal dimensions, student

194 PPENDIX F, pp. 129-130.

80 ppmDIY T, Pp. 130-131,
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choices showed significant movément from pre- to pbst-tests‘
toward the three middle pesitions, or to a more neutral
position, More definite attitudes were formed towafq the
together-alone aspects of cooperation, with choices moving
away from neuwtrality, a great deal toward "together," and
some toward "alone," The movement away from the neutral
pogifion was also evidenced on the innate-~learned and.
chosen~forced dimensions, with a greater number of students
seeing cooperation as ﬁnnaté’on the post-test, fewer neutral
choices, and a greater number seeing cooperation as"learneét
Overall, cooperation was viewed by more studeants as learned,
Meost students also saw cooperation as 'thoser, but some
changeé to see it as more '"Worced. There was a definite
moveﬁ;nt towvard sceing coo?eration as"good¥and"necessary,"
Jt was aléo seen as somewhat more "lasting;" aithough much
of the movement here was also toward the neutral position.
There was also a movement toward seeing codperation as
moré “complex;" aléhough here, too, the neutral position'
wvas cﬁoscn wiéﬁ greater frequency. DMovements in this category
were, generally, toward a neutral or mére positive position.

'-inféonclusion, there was a striking change in most
6f the attitudes concerning the four concepts from the pre-

to the post-test,
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Netsilik Eskimo Pre- and Post-Test
; Aﬂalysis cf Three Variables
" ls for the Man and Animals tests, a sample of |
twenty-eight sudbjects W&s randonly selected for each 6f six
groups (two grade variables, three SES, and one treatment
_variadyle), constituting a total of 168. Subjects were
sqlected using a random number table, Groups one, two,
¥nd three were composed of fifth grade students of low,
niddle, and upper socio-economic levels, réspectively. Groups
four, five, and six wére,sixth grade students of lbw,'middle,
and upper socic-economic levels, respectively. An analysis
of variance was conducted to determine if the effects of
'géade, SES, and treatment were significant at the .05 level,
‘To be discussed first will be the findings from the
analysis of variance across the pre- and post-tesfs combined.
A more sophisticated examination will then be conducted -
by analyzing cach of fhe three variables first, in'terms of

pre-test results and, second, in terms of post-test results.

Pre and Post Combined

: $ :
The analysis of variance from the combined pre-~ and

ppst-tésts reveals significant variances for all three
variables far beyond the ,05 level. For the grade variable,
the variance tetween fifth and sixth grade students was
significant at fhe .0004 level., The mean for the combined

pre- and post-tests at the fifth grade level wvas 23.732,




wvhile the sixth grade was 25,910, Sixth grade children

SOURCE - ~ DF MS P P

Total . 335

Between Subjects 167

Grade 1 398.68  14.495 0.0004
SES - 2 1302.59 47,260 0.0000
Grade X SES 2 13.39 0.486 0.6212
Error (Between) 162 27.50

Within Subjects 168

Treatment 1 1360,06 140.845 0.0000
Grade X Treatment 1 - 24,06 2.491 0.1123
SES X Treatment 2 - " 712.06 . T.462 0.,0011
Grade X SES X 2

34,20 . 3,542 0.0302
Trgatment :

- .scored significantly better than those in the fifth grade.
 The SES veriable was significant at the .0000 level.
As was true in the Man and Animals Unit, it is apparent
from the means that children in the higher SES group score
significantly better than the other two grovs, followed by
the middle group which scored significantly better than the
lowexr SES group.81 '
_Finally, the treatment, or the e£fect of teaching and
the coﬁrsc, was signit.cant at the .0000 level, The mean
for the post-test, 26.833 was significantly higher than the
mean of 22,809 for thc pre-test. This is evidence that

teaching and the course had a positive effcct on achiévement.
. N _

81APPENDIX H, p. 142.
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Again, similar to the Man and Animals.Unit, different
results occu;.when considering interactions between variables,
The interaction between the grade and SES variables, and the
grade by treatment variables, revealéd no significanée for

these interactions.82

There were significant interactions,
however, between SES and treatment (P=,0011) and between
the thraee variabdbles, or within the combined cells of grade

by treatment by SES group. (P=.0302)

Pre-test Results

On tae pre-test the variance between grades was
significant at the .0071 level; variﬁnce among the thrce
levels of SES was significant at the ,0000 level. The
interaction of grade and SES, however, was not significant.
(P-.ééG?) Mean scores for the grade variable demonstrate

that sixth grade students scored significantly highexr than

Means fer all effects (From 40 possible points)

Grade 5th 6th
' | 21,988 23,714
SES . Low Middle °  Upper
T T 49,857 7 23,821 77 24.875 )

fifth grade students, Also, with significant variance
among the SES groups, the upper SES group scored the highest,

Sollowed by the middle and lower groups'respectively{

825¢c Chart, p. 72.
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Interestingly, fifth grade chiidren from the upper SES

group achieved a higher mean score than sixth grade students

Grade by SfS

Low Middle Upper

5th 19.321 22,607 24,035
£ih 20,392° 25,035 25.714

mgpa——

from the low SES group, even though the mean of fifth
grade students as a whole was below that of the sixth grade

students as a whole,

Post-test Results

On the post-test, the variance for both grade and SES
wvas significant at the ,0040 and .0000 levels, respectively.
The interaction of grade and SES, however, was not significant,

(P=.0541) Mean scores revealed directions of significance, °

Means frr all effects

'b‘.

Grade 5th 6th
25.476 27,797
SES Low Middle ¢ Upper
122,035 28,678 29,196

Grade by SEC

Low Middle Upper
"5th _ 19,750 27.428 29,250

6th 24,321 29,928 23,142
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As on the pre-test, sixth grade children obtained higher
mean scores than fifth grade children{ means also progressively
incréased from 22,035 for the low SES group to a high of 29.196
for the upper SES group. The fifth érade, upper SES children .
again had a mean above the lower SES sixth grade children,

The final variable, the treatment, was significant
at. the ,0000 level., The mean score of 22,809 on%the pre-test
in;reased significantly to a mean of 26,833 on the post-test.
Learning ac#ivities between pre-~and post~tests produced a
desirable effect on students, | ‘ _ )

In summary, there weré'significant differences betiween
the pre- and the post-test scores fof the Netsilik Eskimo
test., Learning did differ, however, according to grade,
with some exceptions, Sixth grade children as a whole had
‘mean scores on the pre-test which were higher than those of
tﬁe fifth grade students, demonstrating a greater amounf of
- knowledge as {ae course began, The variance between pre-.
and post-test mean scores was also significantly better for
sixth grade children than for fifth, The only exception to
this was the group of upper SES, fifth %rade students whose
mean was higher on the pre- and éost»tests than that of the
iower SES sixth grade children.

Children from differing socio-eccnomic levels also
possessed varying levels of knowledge aé the course began,
asg judgéd by mean scores on thé pre~tcs£. Lower SES‘

children possessed the least knowledge, followed by the middle
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SES children gnd, finally, the upper SES child:en who
possessed the most knowledge about course content as the
course began, This trend was also evident in the difference
betwreen pre- and post-test mean scorés. Once again, the
aggregate mean score (including the pre- and post-tests)
was highest for the upper SES group, followed by the middle

and lower groups, respectively.




CHAPTER V

CONCLUSIONS

L

The conclusions for this study.are.stated below, They
are in response to the original research questions as stated
in Chapter I, A complecte underétanding of these conclusions
can only be obtained thrcough a careful rcading of the entire
s%udy. |

Classrcom cbservations were conducted to determine if
teaching and learning styles changed within the MACOS classes,
The first conclusions relate direcctly to the following general
questions which the observatipn instfument was designed to
determine,

(1) VWhat were the typical ways the curriculum was used in

the classroom?

(2) Vhat were the major teaching styles and classroom

atmospheres?

(3) Did the above items change over time?

Tater in the year there was a greater variety ol
activities, and tﬁere was an even distribution of both
simultancously and sequentially conduczed activities., Although
the types of objcctives utilized remained constant, there
was a change in the Iypcg of activities undertaken later in
thé year. Mout objectives throughout the year related to

‘ information, followed by concepts,and finally, skills and

interpersonal behavior, Activities later in the year
=TT




~T78~
incorporated more discussions, which can be considered a
student-oriented teaching style., These included guided
and opcn-ended disecugsien, as oppossed to the question-
answer typec of "discussion,™ With the increase in the first
two discussion activities, there was a decrease in arts and
crafts activitics, writing, reading, and question-answer
activities, |
) Considering activities through the classification of
enactive (doing) and symbolic (thinking), an increase in
classroems utilizing both in a lesson was evident in later
observations, lLessons composed of mostly enaétive activities-
increased from O per cent to 13 per cent, while the amount
of symbolic activities decreased Irom 43 to 25 per cent,
Discussions were an important element of the verbal
activities, Reading and writing activities are also elements
of this category. In later lessons, the percentage of the
lesson devoted to verbal zctivities was more evenly spread
throughout the range, with only 63 per cent of all the
-sessions having ovef half of the lesson being composed of
verbal actlivities, Vith the inc;easenih_pppn-ended and ..
gﬁiﬁéd discussion, reading and writing activities decreased,
Verbal cx hanges betiween students were also of a slightly
higher quality.
~ From the above, in addition to other data, a shift in
the tcaéhcr's role is obvious.- Objccti?es aimed at iﬁformation

and concepts were later manifested in student behavior,
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Students referred more to materials and tended to ask more
questions., The type of questions asked by teachers also
changed from factual questions to those incorporating more
ocpinion, and students replied with 16nger responses, With
students talking and questioning more, fhé?# was an
increase in the amow:t of exchanges between students, and ih |
fﬁeir tgndency to listen to other students, They also
reiated the subject matter more to their own experiences.,

Once again;, a clear movement toward a more student:
centered classroom can be seen in relation to verbal
activities, In early lessons, three-~quarters of the teachers
were in the role of authority, compared to only 13 per cent:.
in later lessons, Later observations showed half of the
teachers acting as guides, a guarter as resources, and 13
per cent as non-participants in verbal classroom exercises,
Interestingly, although the te&cher was much less QOminating
in the classroom, student interest and participation did not
change greatly, -

The same general trend concerning the teacher's role
was trﬁe during non--verbal activiticé. iTeaehers acted more
as pguides and resources, yet student participation and interest
did not change much,

Asg may be hypothesized from the above, lhe classroom
atmqsphere was characterized by more pefmissivcness on the
part of‘the te~cher later in the year, Tcachers also meved

toward the "people" oriented pole of the semantic differcntial
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scale, Other than these items, there was not a great deal
of change in éhe qverall classroom atﬁosphere.
How, then, were the pedagogical aims of the course
fwlfilled? '

(4) Dbes the teacher initiate and develop in youngsters

a process of quesiion-posing (the inguiry method)?

. . Since there was a slight increase in the amount of
questions raised by students, teachers did tend to initiate
and.develop in youngsters a process of question-posing to a
s8light extent.

(5) Do youngsters develop the ability to use a vafiety of

primary sources as evidence from which to develop hypotheses

and draw conclusions?

If the materiais supplied by the coarse developers
can be.considered primary sources of evidepce, as indeed .
spome can such as Irveg DeVerets field noteu, youngsters did
develop the abilify to use such sources in %heir discussions
and other classroom activities, Since it wés not possible
to peruse many studentfs.work, it is difficu%t 